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This chapter:

 Discusses the role of motivation in engaged reading by exploring how
general motivation constructs can inform better practices.

o Explores why motivation can play a particularly crucial role in
adolescents’ literacy learning and practices.

o Shows how specific motivation constructs can be used to guide “best
practices” for normally achieving students and struggling adolescents.

What is motivation? What are some common conceptions and misconcep-
tions about the importance and role of motivation in adolescents’ read-
ing? Before we explore the complex topic of motivation and consider in-
structional possibilities for improving motivation related to adolescent
reading, we examine some common misconceptions and oversimplifica-
tions of the term.

When we initially started to explore the construct of motivation in in-
structional settings about a decade ago, we created an organizer to charac-

terize the way educators talk about it. We believe that the following

statements, gleaned from anecdotal records, classes, and professional
development sessions, exemplify common but inaccurate perceptions
about motivation. After each statement, in italics, we explain how the
characterization in the statement shapes the misconceptions many educa-
tors have constructed about motivation.
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¢ “I wish my students were more motivated.” Motivation is just some-
thing kids have or develop. Some kids are motivated and some are not.

* “My students last year were more self-motivated.” Motivation reflects
a sort of self-discipline some students have to persevere or work harder
than others. Regardless of tasks and instructional factors, some kids are
Just more determined and self-directed.

¢ “I just don’t know what I can do to motivate these students.” Moti-
vation is perceived by students as some kind of immediate encouragement
that suddenly sparks their interest and activity.

e “I think my class is losing some of its motivation.” Motivation is a
diminishing, nonrenewable resource. If you lose it with a group of kids
during a given year, it may be gone for good.

As we illustrate in this chapter, the definitions of motivation implicit
in the bulleted statements above represent common but inaccurate con-
ceptions of both the construct of motivation and the degree to which
teachers can influence it in the arena of literacy practices and learning. In
fact, the statements are antithetical to research on best practices for facili-
tating motivation and engaged reading because they construct motivation
as something that is magically present or that mysteriously disappears in
some students regardless of the instructional environment, quality of
teaching, or specific strategies that good teachers employ. Some state-
ments also portray motivation as something that is elusive—beyond teach-
ers’ control. However, these perceptions do not adequately capture what
motivation is or how it is developed or sustained.

The research literature on motivation yields a range of perspectives
and definitions. For example, the terms interest, attitude, and motivation
sometimes mean the same thing in the literature (e.g., Mazzoni &
Gambrell, 1999). Interest might refer to preferences for certain topics, gen-
res, or reading tasks. If readers are interested, they may be more intrinsi-
cally motivated—that is, they read because they want to and they find it
enjoyable. If they choose reading over other activities, we could say that
they have a positive attitude toward reading. As we get into some of the
dimensions of motivation, the interrelation and interdependence of these
dimensions is obvious. For example, persons who have generally positive
perceptions about their abilities feel self-efficacious; that is, they believe
that they have the ability and specific strategies to succeed at specific
tasks. If they are working toward goals that they believe are important,
they place high value on reading and related tasks (Wigfield & Eccles,
2001). So the best way to understand the research base for best practices
in promoting motivation in reading is to know enough about the various
dimensions that make up the concept of motivation to understand how
they intersect.
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WHY MOTIVATION IS IMPORTANT FOR ADOLESCENTS

Before we start the central discussion about motivation and adolescents,
we acknowledge that the term adolescence has many definitions and that
individual students’ identities are much more complex and significant
than membership in a community, developmental stage, or age group (see
Dillon & Moje, 1998; Moje & Dillon, 2006). We touch on developmental
issues aligned generally with chronological age in two groups of students:
(1) typically progressing, competent readers, and (2) so-called “struggling”
readers. For the first group, we look at learners who have traversed the
excitement of the earliest stage of learning how to read, the engaging
experience of accessing new worlds through texts, the identification with
characters in stories who are like friends, and the association of reading
with community and enjoyable time with peers and teachers.

We want to start the discussion with readers 10 or 11 years old. At
this juncture many youth have learned to read narrative texts, take an
interest in series books, and have favorite authors and genres. But many of
these same students start to feel emerging reservations about reading as a
school subject. They start to dislike reading textbooks in school subjects
and form some soon-to-be deeply engrained notions of reading tasks
related to schoolwork that may mitigate against their future motivation to
read a range of texts for a variety of purposes.

The latter group, the struggling readers, by age 7 or 8, have started to
see themselves as less competent than their peers. At this relatively early
age they are becoming painfully aware of the difference between ability
and effort. They are starting to disengage from reading and other literate
practices to preserve self-esteem, realizing that getting better seems
beyond their control. Overall, they read much less than more competent
peers; they develop coping strategies to negotiate school tasks without
reading; and they fall further and further behind. Next, we present frame-
works for thinking about how to motivate and engage readers—with some
distinctions between competent and struggling or disengaged readers.

MOTIVATION FRAMEWORKS
FOR GUIDING BEST PRACTICES

Why hasn’t the topic of motivation found its way into discussions about
reading and literacy learning until relatively recently? First, much of the
current discussion about adolescent literacy concerns struggling readers,
particularly how to bring these readers “up to grade level.” The predomi-
nant model for “not leaving anyone behind” embraces the most techni-
cally efficient solution for equipping these youth with strategies and skills
that will help them read more proficiently; that is, proficient reading as
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defined by performance on large-scale standardized assessments (Dillon,
9003). Using motivation to engage readers, although currently a popular
topic, has been theoretically elusive, and the intersecting‘framffworks Fhat
define the field have been difficult to incorporate into either instruction-
al frameworks or assessment plans.

Nevertheless, for practitioners who want to delve into the rich theo-
retical traditions in achievement motivation, the inquiry will yield some
strong, time-tested practices. For example, researchers have revisited the

constructs of intrinsic and extrinsic motivation and unearthed some
common misconceptions in relation to achievement. Several scholars
(Sansone & Harackiewicz, 2000) have analyzed reward systems to deter-

mine which ones work and which do not in various instructional contexts.
Other scholars have reviewed 30 years of research and presented current

‘work on achievement motivation, including how instructional practices

can actually contribute to increased motivation (Wigfield & Eccles, 2001).

In addition, several researchers have taken great pains to translate the

knowledge base on achievement motivation into specific practices for
teachers (e.g., Alderman, 2004). Guthrie and his colleagues have directed
their attention to motivation in literacy, particularly in the area of read-

ing. For example, Guthrie, Wigfield, and Perencevich (2004) examined

elementary school classroom contexts that promote engaged reading,

focusing specifically on Concept-Oriented Reading Instruction (CORI)—a

relatively new framework with potential that has yet to be realized, espe-
cially with adolescent learners, through ongoing development.

But one of the most significant early discussions of how motivation
frameworks relate to specific practices in reading, particularly as reading
actually occurs in classroom contexts, is Guthrie and Wigfield’s edited

book (1997), Reading Engagement: Motivating Readers through Integrated In-

struction. In this text they present a framework in the form of a graphic
that guides discussions, showing the intersection of factors that support

individual engagement with those that contribute to coherent classroom

contexts. Motivation and engagement are not sets of isolated cognitive con-
structs but the result of complex factors that play out in situated practices.
Similarly, Wigfield and Eccles (2001) organize motivation frameworks as
responses to three questions learners might ask: Can I do this activity? Do 1
want to do this activity and why? What do I need to do to succeed? We think this
guestion framework is particularly effective because it allows practitioners
to ponder how their students might answer each question and the reasons
they may give for answering affirmatively or negatively (based in the
frameworks), and then the specific interventions that teachers might offer
to change students’ answers from negative to positive responses. Wigfield
and Eccles note that these complex intersecting frameworks deviate con-
siderably from older models in which researchers focused on processes
such as reinforcement or constructs such as internal drives, with a shift
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toward a focus on the development of beliefs, values, and goals. They also
emphasize the importance of looking at the developmental trajectory of
motivation, not only in how children and youth change over time, but how
their perceptions of the constructs—at least at an intuitive or self-reflective
level—-change, and, in turn change their beliefs, values, and goals. In Table
5.1, we use Wigfield and Eccles’s three questions to organize, albeit at a
very general level, a way of thinking about key motivation constructs in
terms of struggling and normally achieving adolescent readers.

INTEGRATING MOTIVATION INTO EXISTING
INSTRUCTIONAL FRAMEWORKS

We have developed sets of practices based on many motivation frame-
works, including the ones highlighted in Table 5.1. Because the frame-
works overlap, one set of practices based on a particular foundation might
engender other sets of practices based on complementary research. For
example, there are motivating ways of presenting books and other reading
material to children and youth; there are motivating ways to engage ado-
lescents who have become disengaged with reading in school; and there
are ways to design and present tasks related to reading that learners find
more engaging than typical school tasks.

Also, when looking more at the panorama of a classroom rather than
at the microcosm of a particular reader transacting with a text, it is appar-
ent that there are motivating ways of engaging students in an academi-
cally and socioculturally important manner. There are also discourses that
cause readers to feel more confident and competent as readers—ways of
respecting individual meaning constructions and opinions, as well as dis-
cursive practices, including feedback, that encourage students to tackle
difficult texts and to sort out strategies that they can continue to use effe~
tively. Overall, in the best of all possible classroom scenarios, one mig
see practices that tap various intersecting frameworks in creating suppot
ive classroom environments populated by engaged readers who are moti-
vated to critically understand texts. These students persevere to meet
goals and feel in control of a repertoire of strategies. In theory, this
sounds great. But how might we set up our classrooms and design instruc-
tion for all adolescent readers—especially with the range of competence
and perceptions of competence in a typical classroom?

We revisit the frameworks and implications outlined in Table 5.1 in
the following sections of this chapter. We realize that the dichotomy pre-
sented in the table is somewhat contrived, and that the criteria for assign-
ing persons to the respective groups are often ambiguous and range
greatly from setting to setting. Nevertheless, we use the classifications as
one way to make several generalizations that we believe are important in
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thinking about adolescents. Specifically, we examine why adolescents are
much more than simply older readers, and why some did not develop the
reading skills and strategies typically associated with a given developmen-
tal stage, grade level, or chronological age.

PRACTICES FOR NORMALLY ACHIEVING READERS

As is apparent from Table 5.1, many adolescents who are competent read-
ers and believe they are competent readers are increasingly unlikely to
want to read in school and less likely to choose reading for pleasure the
longer they are in school. Reading, which had almost universal appeal
when these youth were in preschool and primary grades, has been
replaced with reading-as-subject. Reading, which used to be an adventure,
an engaging and nurturing social experience, becomes a set of tedious

tasks leading to the demonstration of narrowly defined competencies—

grades on homework assignments, quizzes and tests, and meeting stan-
dards. The trust that toddlers and primary-age children gave freely to
teachers who guided them to exciting encounters in stories has been
replaced by a distrust of teachers who assign reading in textbooks stu-
dents view as ill-structured exposition and as compendia of not-so-useful
information. This disengagement and lack of motivation can be reversed,
at least in some measure, by drawing from the frameworks in Table 5.1.

Can | Do This Activity?

Normally achieving adolescents would usually respond, Yes, I believe I have
the ability to read and complete most tasks related to what I read. They would
qualify this confidence by subject areas, perceiving that they are more
competent as readers in some subjects than others. But there are some
practices that may further motivate them to read—especially in school—
because the longer they encounter reading in school, the less motivated
they are. These practices include the following:

¢ Providing more compelling reasons to read and to practice and

build fluency with a range of texts accompanied by procedural feedback;
‘this feedback includes information on what readers understand and how

they understand it—not just competition and comparative performance or
reading to cover the content, but a focus on reading to learn interesting

fthlngs

¢ Providing more instruction in important strategies coupled
with more demanding reading. For example, the reading apprenticeship
framework (Schoenbach, Greenleaf, Cziko, & Hurwitz, 1999) includes a
focus on academic apprenticeship and feedback that enables readers to
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attribute success to something at which they are getting better.
Readers talk to one another about what they understand in reading
challenging texts and which strategies they used to understand the
text.

Do | Want to Do This Activity and Why?

The implications column of Table 5.1 states that even confident adoles-
cents’ perceptions about their competence as readers declines somewhat
as they move up through the grades. This decline is due to increased com-
petition, a focus on grades, difficulty of texts, and reading and task
demands related to wider ranges of text genres with less assistance from
teachers. The following practices are supported by motivation constructs:

* Providing more access to a range of engaging texts, particularly
texts that are not like textbooks, including hybrid texts such as “pseudo-
narratives” and graphic text forms such as graphic novels, manga, and
web pages.

* Providing choice among texts and options on tasks related to read-
ing. A typical activity such as reading to answer questions at the end of a
section or chapter would compete with options such as reading to summa-
rize thoughts in a blog; reading to augment a media presentation; and
reading multiple texts on a topic to compare authors’ perspectives and
credibility (Shanahan, 2003; Shanahan, Holschuh, & Hubbard, 2004).

* Allowing students to construct purposes for reading that meet per-
sonally relevant goals or enable them to engage in useful or interesting
activities (e.g., O'Brien, 2003), such as reading to find out how to orga-
nize a neighborhood project or reading to complete an inquiry project.

What Do | Need to Do to Succeed?

Ironically, many normally achieving adolescents feel successful in reading,
but they have little idea about what it is that makes them successful, and
they don’t know how they can get even better at reading. As already
noted, because they often lack goals that require critically reading diffi-
cult texts, they receive little guided practice, independent practice, and
feedback regarding their efforts to read effectively. Given the underlying
foundation that motivated reading is reading in which readers feel self-
efficacious because they have control of their reading, here are some prac-

tices teachers can employ that are supported by the research in motiva-
tion:

* Using explicit teaching of strategies appropriate for specific disci-
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lines and in a range of texts in those disciplines; explicit instruction must
then lead to guided practice, independent practice, and the successful

daily use of strategies learned.
¢ Providing ample opportunities (built into explicit instruction to in-

‘dependent reading frameworks) for students to receive feedback on their

reading from teachers and peers; the feedback focuses on identifying
what they are doing that can be attributed to their own knowledge and
control, their self-regulation, their strategies, and their effective monitor-
ing. This feedback is the key to the development of intrinsic motivation
and feeling self-efficacious.
‘ e Reducing the focus on competition, assessment, and grades and
increasing opportunities to read strategically to meet different purposes.

¢ Providing multiple experiences wherein teachers and peers engage

1n dialogue about both the content and the process of reading a range of
“texts for a variety of purposes.

PRACTICES FOR STRUGGLING READERS

“In oversimplified terms, struggling readers are characterized as older
‘readers who lack the skills and strategies of their more competent peers.
‘Unfortunately, these same terms have defined struggling adolescent read-
rers in many major research and policy reports. The instructional comple-
‘ment to this insufficient deficit view is that we simply need to provide
'struggling adolescents with the skills and strategies instruction that will
~move them up the developmental ladder—up to grade level or beyond
E‘Adequate Yearly Progress (AYP) cut scores. The deficit perspective
Jignores or subordinates most of the “affective” dimensions of reading,

which, from a contemporary perspective, include sociocognitive and
sociocultural aspects of motivation.

" In reality, struggling readers do lack requisite reading skills and strat-
egies, but they also experience failure on a daily basis, develop negative
self-perceptions, position themselves as incompetent (based on early self-
appraisals and formal and informal appraisals from others), and develop
accompanying intricate rationalizations and coping strategies that protect
them from additional failure. These factors must be as systematically
addressed as the teaching of skills and strategies—perhaps more so with
disengaged learners. Practices based on key motivation constructs can be
used by educators to revive students’ confidence and self-efficacy and
convince struggling readers that they can use and develop skills and strat-
egies that result in meeting goals—goals that are attributable to factors
within their control. Of course, there is some overlap in addressing the
three questions above for normally achieving students, but in the case of
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struggling readers, the instruction may be more like a targeted interven-
tion due to the severity of disengagement and the need to resurrect some-
thing positive within relatively few remaining years in school.

Can | Do This Activity?

The answer many struggling adolescent readers give to the question “Can
I do this activity?” is “No” or “I'm not so sure.” These readers have years of
evidence that convinces them that they might not succeed, and they
weigh this evidence against future effort. When young people say “I think
that I lack the ability” or “I might not be successful,” they often convince
themselves not to try. They also believe that the factors that lead to their
reading failure are beyond their control: They didn’t get to pick the texts,
tasks, and tests; they have relatively little power to change teachers’ deci-
sions regarding what to include in the curriculum; they have a limited rep-
ertoire of strategies to apply on various texts and tasks. The following in-
structional practices, based on the frameworks introduced in Table 5.1,
address the motivational challenges associated with struggling adolescent
readers:

* Reversing disengagement with selfefficacy. Struggling readers have
already disengaged, and educators who work with adolescents can’t turn
back the clock to intervene in early grades or easily change some students’
generally negative self-perceptions about ability. However, teachers can
try to build or rebuild self-efficacy, which depends on an individual’s
beliefs about his or her ability to perform a particular task. A practice that
could yield results is to break down tasks that seem formidable and diffi-
cult into specific tasks with very clear benchmarks for success and a focus
on meeting benchmarks one by one.

* Designing specific forms of feedback that show students that their
progress can be attributed to actions and abilities within their control. If
students read longer and more difficult books successfully, educators can
build specific feedback into the task on how these readers are traversing
the text features, structure, and vocabulary by using specific reading or
study strategies. Educators can also share how students’ use of particular
reading processes and strategies has contributed to specific outcomes,
such as the ability to summarize, tell peers about a section of the text, or
explain which strategies they have used to understand the text.

* Reducing the anxiety over reading as a performance or process, in
and of itself, by focusing on reading as just one avenue toward activity or
action. For example, reading may be one source of information students
use to complete a multimedia project or reading may be just a tool to
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learn about something you need to be able to do to demonstrate it for

peer S.

Do | Want to Do This Activity and Why?

Table 5.1 explains that struggling adolescent readers are seldom enthuse_d
and often mildly to moderately disinterested in most reading ta§ks in
school. They have the same negative, escalating feelings about reading in
school that their more competent peers have: The longer they are in
school, due to the factors noted, the less they like reading and th.e lqwer
their perceptions about their ability. Confound this with their reallzatlor-ls
in about second grade that they were behind their peers, that effort did
not yield results, and that they lacked strategies with which to read
to learn. These negative perceptions explain in large part why strug-
gling readers don’t want to participate in reading activities and related
tasks.
" In addition, issues from the expectancy-value model cited in Table
75.1 impact adolescent readers’ beliefs and actions. Struggling students do
‘ot expect to gain anything tangible from reading; they read to meet
E{;axternally established and imposed goals (e.g., read to answer the ques-
tions and complete the unit quiz). Furthermore, based on past ‘fee(%back,
;ﬁéelf-appraisals, and the way they have been positioned in the ir'lstltutlon of
'school (e.g., labels, special programs), even if they did decide to meet
’ ternally imposed goals, they would not expect to be very successful. In
‘the following section we provide several instructional practices t}.lat can
;.begin to address this seemingly intractable problem, some of which are
variations on the practices provided earlier for normally achieving read-
‘ers:

¢ Focus on accessibility. Accessibility, dimensions of a text that make
it available to a reader, is not synonymous with matching reading ability to
f*lext readability. It is more like leveling, based on a range of factors includ-
jing text difficulty, but also considering how difficulty can be mediated by
linterest, stance toward a topic, and determination and perseverance to
‘read something one has decided to read. If students read something th.ey
‘really want to read and are invested in, then they choose to read it, in‘ spite
of the perception that it is difficult. This is true as long as the text is not
too difficult on the word recognition/decoding level. The point we wish to
make is that text accessibility leads to more reading, and practice leads to
imore fluency and competence. .
V ¢ Promoting reengagement in reading for enjoyment and excite-
‘ment. This can be achieved by providing students with many choices of
iff\reading materials from among a wide range of trade books and genres.
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This range would include texts that are popular among adolescents, such
as graphic novels, manga, and digital texts. Reading these engaging texts
should also be part of instruction in various disciplines and should supple-
ment or supplant textbooks when possible. Use of these texts should not
lead to typical outcomes such as writing reports or answering questions. If
exciting texts lead to disengaging typical tasks, it defeats the purpose of
using them.

* Providing positive, specific feedback directed at facilitating self.
efficacy, personal goals, and strategy use, with a focus on successes. If sty-
dents choose—even with reservations—to engage in a reading task, they
are more likely to want to engage in this task in the future if they have evi-
dence that they were successful and accomplished something. Stiggins,
Arter, Chappuis, and Chappuis’s (2004) ideas that focus on forma-
tive assessment directed back to learners apply here. Good vehicles for
providing this kind of feedback include teacher conferences or peer-to-
peer conferences. wherein students share and discuss reading and strate-
gies.

¢ Focusing on more appealing reading outcomes instead of requiring
only typical outcomes such as answering questions, writing reports, and
writing summaries. For example, constructing a menu of variations. In
previous sections of this chapter we noted several examples of outcomes
that would be appealing to adolescent readers, such as writing a blog (or
contributing to a wiki) or producing a multimedia project. In curriculum
planning, it makes sense to list all of the typical tasks educators might
assign to students in one column, and then in another column list possi-
ble options that meet the same or similar instructional objectives. We
have had success with media inquiry projects in which students self-
selected project partners, outlined and storyboarded selfselected project
ideas, and then worked from daily contracts in which they (and we) could
track how they met their daily, weekly, and project goals (O’Brien, 2006).
These projects required students to use a range of media, including print;
they read to do research on the topic using both print and digital sources;
and they synthesized their reading into multimodal texts.

* Eliciting self-selected purposes. This is a strategy already listed for
normally achieving students. Rather than giving students topics and pur-
poses for reading, educators can construct projects in which learners
select topics and outcomes. Student choice and autonomy lead to motiva-
tion and engagement. The multimedia projects discussed above are a
good example of this concept.

What Do | Need to Do to Succeed?

Struggling readers often draw a blank when this question is posed to
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them. As noted in Table 5.1, these adolescents lack a repertoire O}t; str(ailt-
egies, have difficulty selecting appropriate st‘rategles.from ones t ;y o
know, or continue to use ineffective strategies. As in the case O (rilor-
mally achieving readers, although less often, some struggh}rllg rea .ers_
think they are improving but aren’.t sure why, aqd, e'lcross the }fur(rilicnu
lum, they receive too little instructlon.an('l practice in comp(;ef en i n;g
challenging texts. We reiterate the motivation construct stated for fi .
tent readers that underlies this question: Motivated reading is rea ing
in which readers feel self-efficacious bec.ause they have control of thel;
"r,eading, and they can read with conf@enq: and an expectation o
understanding what they read. The following 1nstruct10na.l p.ractlcefjl tap
into some of the ideas already discussed for no.rmally ach1ev1gg readers,
‘but focus more on both the lack of typical’skllls z'md strategies arrll)ong
g;gtruggling readers and the effect of students negative perceptions about
‘»jq;hcir ability to succeed on various tasks during particular literacy per-
e s: ‘
%formoa nI(’:foviding explicit instruction leadiqg‘ to guide(.i apd 1pdependent
vpractice. Most struggling readers need exp11c1t.1nstruct10n in lltera‘cy s}:rat—
iegies appropriate for specific disciplines‘and in a range of texts.i'n t t;)lsi
.disciplines, particularly in using strategies with the highest uti ity tha
‘meet both teachers’ and students’ goals.‘ For ex?mple, summarizing,
?ipxploring question-answer relationships, inferencing, ‘and monitoring
%ﬁnderstanding are processes that should be su.pported w1.th explicit stratf(:i
igies instruction. Some of the lowest performing struggling readers nee
to work on word-level strategies and build fluency. We erpphgtmally
;?_ﬁ"épeat, however, that explicit instruction must leac? to guided pmctzce,. indepen-
;imt practice, and the successful daily use of strategies. For example, in re(c)((e)gf
fi,‘e,views of 20 years of strategies instruction, researchers (l‘)ole., 2003;
‘buffy, 2003) concluded that educators are very good at tea.cl'nng instruc-
tional strategies but not as proficient at providing opportunities for learn-
i use them.
frs t:) Providing specific feedback. Struggling readers need more fe}fd—
‘back about specific skills they are doing well and those on which they
'need additional work. Feedback helps readers kpow t'ha.t whaF they arle
?{‘doing is both effective and attributable' to sqmethl'ng w1t¥11'n thel;fconn;;)
f?bnderstanding the implications of their actions will positively e ect auo
Jescent readers’ perceptions about their ability and., more specifically,
Zf":t‘heir self-efficacy. Written individual feedback, specific classroom feed-
"pack and praise, and feedback in teacher or peer conferences are all for-
‘mats that could help struggling readers unders'tand how wel.l they }a:re
.ﬂearning effective strategies and monitoring their unde-r‘standmg. Other
?{‘ﬂ:helpful practices include reducing the focus on competition, assgssrlr;ent,
jand grades; increasing opportunities for students to read strategically to
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As we have discussed in this chapter, motivation is not a fixed co

Teachers can use their understandin
improve literacy practices, achieve

cess of reading a range of texts for a variety of purposes.
their abilities. Examining motivat

learners and responding to the three
with which educators can map si
quent theoretical models onto da

the initial discussion o
practices based on them

meet different purposes;
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